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The last 15 ye;rs havefb:sught tremendous progress in developings cur-
ricula and comprehensivg sg}vice programs for young, handicapped chi]dren:

E However, the technology fér efficient and effective intervention with a]{
handicapped children is néi yet complete. One aspect of programming which
has not been.exploéed fully is the design of c]assroom and treatment sef-
tings most conducive to learning and care of such children. Federal, state,

.' ,L;%wm local he%ith requirements provide minima].g&idance by regulating the
size of élassrooms, sanitation conditions, and number of -staff. Such regu-

lations offer no directions for creating enviromments that are supportive

-

-

of handicapped children and their teachers. Environmental arrangement has
a rich "folklore" ¢f common sense suggestions shared formally (in textbooks)
and informally through generations.of teachers. Many of these suggestions

é
.

are excellent; few are based on data:
' There is nb single body of experimental Titerature whichvréborts the
impact of setting on handicapped children's beﬁgvior. There are a number of
“descriptive e&o]ogic;] studies which assess'informally (without specific }eJ
« . search design) tﬁqpeffect of setting on normal children's Q]ay and learning
/(?ug., Gump, 1969).. A few behavioral eéo]ogy studies have examined the
effect of specific non-social environmental conditions on chi]dreq's be-

havior (e.g., Quilitch & Risley, 1973). 1In addition, the behavior analysis

Titerature (cf. Journal of‘Applied Behavior Analysis, 1968-1981) contains
many‘experimental evaluations of the impact of social contingencies on the

behavior of normal and handicapped children. Only a small number of studies
\ . . ) * N 3
have included handicapped children under the age of five. In the absence

of a cohesive body of Titerature about environmental arrangement for handi-
N capped children, ideas must be gleaned from existing studies which address
a Térge range of behaviors with subjects of different ages and ability levels. -
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Nhat constitutes an enviromtent? The classroom includes both physi-

Fe

cal and social components. Broadly defined, the class of physical variables °
includes the following: the actualyclassroon,space; the arrangement of
activity areas within that space; the furniture and tixtures; play and work

materials (not discussed here as specific curriculum materials); the program

I

and sequence df its activities, the number of staff; the number and type of
~childrén (handicapped and nonhandicapped); and the groups of staff and chil-

/ .
" dren. Social variables are the behaviors of the .adults and children in, the

>

setting.
This paper is primarily concerned with tﬁe‘physical components of the

classroom, although’, in reality, it is impossible to separate fne,effects

of physical and social components. People behave in a physical setting |
and their behavior is part of the setting. A classroom is a dynamic system--:
changes in the setting will effect‘oehavior changes in both children and
staff. A]thoooh it may not matter to the practitioner how positive‘changes
occurred--on]y that they do occur--it is uSeful in experimentdl studies to
examine these two 1evels of change separately. In some instances, the use

of social variables (such as teacher attention? may help to establish con-
tact with the‘settino conditions or to boild new skills. For these reasons,.
a somewhat broad view of env1ronmenta1 vari;bles is offered Y This viewpoint
does not 1essen the importance of arranging the phys:cal env1ronment, it
simply nggests that physica1 and social components of a setting ?nteract

and should be considered JOintly R s

.
A s

What should env1ronments for young-handicapped children do? Ideale,f

‘c]assroom environments shou]d support the pehaViors anH skills that are
appropriate for the group of. children, in the setting. qith that

basic assumption inmind, this paper preSents specific classes of behaviorf




; further discussion.

them. When handicapped chi]dren'play with their nonhandicapped'C]asémates,

/ T

~ N . . -

that are important in successfuyl interVEntions with handicapped brethoo]ers:
¥ B . .

(a) social interaction, (b) language and communication, (c) learning during -

instructional activities, (d) disruptive behavior, and (e) independence and
, 1 c |

maintenance in other settings. Two additional topics are considered: en-
- N . - ,‘\
vironmental support for teachers and staff, and meeting the needs of chil-

dren with specific physical. handicaps. .

A " Social Interaction

Preschool environments should promote social interaction with peers

and offer opportunities to learn new social skills. The c]assrbom,can be

structured in several ways to facilitate social development: by provid-

ing peers as playdates andsas models of desired behavior; by including

materials which encourage sociat interaction; and by arranging staff and Y
N . - . . * f -
aétivities to foster child-child contact. Some of these conditions are

typical in mainstreamed classrooms. However, in 1igh£ of the importance

of social development, the means for achieving these conditions merits

. A
“ ~ - -

4

. N .
Handicapped and-nonhandicapped children: Playing and learning together.

LY

In order for hdhdjcapﬁed children to benefit from the presence of nor-

. I
mal peers they must‘have indirect (observ1ng thé&m engage in appropr1ate be-

havior)ldr‘dire;t (verbal and nonverbal soc1a1 1nterqpanges) contact w1th

increased parallel and cooperative p]ay by the hand1capped children occurs
(Rogers Warren, Rugg]es Beterson, & Cooper, 1981) . However, segregat1on,'

rather than integration, occﬁrs frequent]y (Peterson & Harallck /}977 ) and

| spontaneous imitation of peer models is rare (Gura1n1ck 1978; Sullivan, *

1977). Enrolling handicapped'and_ndﬁhandicapped chi]dren in the same class-

room may be a necessary, but not entirely sufficient condition for increasing




N

+ social interaction sk%]]s of either group. Other socially based interven-

tions may be needed to gain the max imum benefits of these arrangements:

bairing chi 1dren with different skills through teacher promots and praiée;’

‘prearranging seating b]acements;;and setting rules that rquire brjngfng a

friend‘for entryuinto.attractive actfvities. Specific training to imitate‘
-

peers or to initiate _.contact with them may also be neededy

Materia]s that promote social interaction.,

Some materials are more 11ke1y to set the tone for social interaction,
than others. With normal preschoo]ere and primary grade.ch1jdren, wagons, |
~hollow blocks, dramatic play materials, and games woich require tyo players
promote conversation anéfgoint activity (Quilitch & Risley, 1973; Shure,
1963; Van A]styne, 1934). Hahoicapoed preschoolers show simf]ar pptterns
of'sogja] play; they interact more with peers during block play and.manipu-
lative floor p]ay tLan during art and table activities, (Peterson & Haralick;
1977). ' ' - g 1 o

In &(1 activities, hago%capped children are,socially isolate (unengaged
in ‘activities) more frequent]y. -Handicapped children_also exoibit Jess
soph1st1cated levels of p]ay than their norma] peers do 1n the same areas
(Rogers-Warren et al., 1981). " The presence of social mater1als and act1vmties
may have a favorab]e effect dn handicapped ch11dren‘but may not promote
soc1a1 interaction to the same extent as for normaJ ch11dren For example,
dramatic play activities, which set t occas1on for conversational and
imaginatﬁve games, may have a smalte€r impact on children with Timited com-
munication ski]ls than on those with good skills. 3 | rn

v

How many teachers?

Larger staff child rat1os (1:4 vs. T-]O) are usua]]y suggested”for

programs in which handﬁcapped ch11dren are enrolled. .There are few daxa

I
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documenting the effects of teacher:child ratio on the social interactions

of haﬁdicapped‘preschoo]ers. However, normal prescﬁbolers interact with

4

peers less frequently when ratios are larger (1:3.5 vs. 1:7) iO'ConnoF, \\.

'1975). The presence of & greater number of adults tends to inerease tran-
sition time from one activity to another and decrease child participation
in activit%es, especially with very young children (Stodolosky, 1974).

However, adult presence\hay play a med1at1ng ro]e with Tower functior-
ing ch11dren Adylts attract children to activity areas and maintain child
interactipn'With materials (Hursh, 1973). .When peer interaction ski]ls“are
very limited (as'is the case with institutionalized children) adults repre-

) \
‘sent the greatest number of opportun1t1es for conversat1on and social inter-

act10n (cf Berkson & Landesman- Dwyer, 1977). ® Further 1nvest1gat1on of the
efﬂggts of staff ratios on social interaction is needed.
.Guidelines for facilitating sociaL.interactidn.

t. Integrating normal and handicapped children provides necessary

' opportunities for social interaction among the children, but’this may not

be a sufficient candition to promote qpprépriate levels of interaction or

0skill development for the handicapped children. :

-

" 2. Play equipmert and activities that ‘require more than one child

support parallel arid cooperative play.
V3. Teacher presence can interfere with p:\%'1nteract1on However,

effects of teacher presence heed to be assessed in such a way that specific
A}
levels of children and staffing patterns can be adJusted to meet the!class~

&

room's immediate soc1a1 and academic priorities.

-t g, Highly verbal mater1als which prompte soc1a1 interaction w1th nor-
mal children will be less effective for’ ch11dren w1th 11m1ted commun1cat1on

skills; the provision of nonverbal a]tern@ttves may be needed’ to fac1117

tate initiating peer interactions and activities.
by

~y
]
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"Y' ‘'Language Learning

A .
There is a large body of language remed1at1on 11terature but there

are re]at1ve1y few studies of c1assrooms arranged to promote 1anguage learn- -
ing. Genera}ly, recommendations for fac111tat1ng social interaction apply o -

to 1anguage development as well. When children are engaged with materials,

+
’

have a rout1ne to fol}ow, and have someone to talk to, there w111 be oppor-

tunities to use and to learn 1anguage. In addition, classrooms should sup-

port generalization of newly Tlearned commun?cation skills and provide oppor-

tunities to learn additional skills. =

The importance of materials dnd child endagement.

[
The first step in°promoting language disﬁ]ay in the preschool® class- v
~ e :
room is engaging the child's interest in materials (Hart & Risley, 1975).

{

« If the chi]d $s involved with materials and .if this involvement is rein-

forcing, there will be’ opportun1t1es to teach new skills and.to support
1anguage use. Arranging attractive mater1a1s so that some are visible but+

' not immediately accessible will increase the in?t}ations of contact with

' the add]ts or.peers who dispense these materials.. Mater1a1s similar to E J
" those used 1in one- to one tra1n1ng are’ usefu] in promot1ng genera11zat1on of
new]y -learned Tabels,* espec1a11y with very Tow funct1on1ng ch11dren (Warren
&'Rogers-warren, 1980); howeVer, 1n1t1a}1y teache“ queries or prompts may
be needed to e]icit'responses to these-materia]s NOVe1 mater1a1s may
e]&c1t questions from ch11dren wt1h more sop/}st1cated sk1lls (Warren, -
Baxter, Anderson, Marsha]l & Baer, 1981). .
Routines. = ~ .

Routines allow the child to hear appropriate verba]izations repeatedb;~
I

- 1in a consistent, nonverbal context As the children's verba] skills in-

erease, they f111 1n the verbal components of the interaction and antici-

L4

.
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s pate,the next steps in the ‘routine (Mperk; 1977). Halle, Marsnall, and’
\<Sprad11n (1979) demonstrated one way in which routines can hromote spon-
.taneous language~use by retarded adoiescenfs% When students approacheq the
cafeteria line to pick up thefr trays of food, the attendant held the tray
‘and_did not release it until they said "tray please"; this~re;pwnse had
prev1ous]y been modeled in the context of this part1cu1ar rout1ne Ina
second study, Ha]]e, (1981) demonstrated that teachers of'preschoo] handi -
'cappei chﬂdren could interrupf estabh’shed routines (fgr snacks, leaving

“the c]assroom entering the bathropm, and so forth) and, by delaying the

next step, successfu]]y prompt children to make verbal requests ‘for the

next step of the routine.. This strategy for shaping spontaneous requests N

' depends equally on the structure of the environment (rbutines,']imited
access to some.reinforeing events or materials) and on teacher mediation
(delaying the next, familiar step in the routine as a prompt fer 1angua§e).

Peers: Someone to talk to.

¢ ¢

'The importance of skilled peers in classrooms for handicédpped children

ig.hignTighted in a study by Paul, Rbgers-narren, and Sprad]in.(1978)..

- ) [anguage -delayed presehoolers talk more in groups camposed of ‘one language-
de]ayed child and two normal peers “than in groups with three 1anguagek3e1ayed
'peers After pract1ce w1th normal peers, some hand1capped children 1ncreased
their speak1n; in the presence of 1anguage&€e1ayed peers.' However 1anguage-
delayed ch11dren have been observed to ta]k less in an integrated classroom
than in the normal classrooms and daycare centers in which they were algo
,enrqfﬁed (Ean] & McQuarter, 1979). The presence of conpetent peers does not
guarantee.ebmnunication, but it does increase the probability of its occur- NE

rence. .

.
- « :
4
.
. . . . . . . l . <
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- Teachers: Someone else tg-talk to:

The presence of a teacher also increases. ta]king py 1anguaoe—de1ayed '
children (Warren & Rogers-warren, 1980) however, h1gh rates of teacher-
1n1t1ated ta1k1ng tendsg!o 1limit peer verbal interactions (Rogers Warren '
& Narren, 1980). The number and availability of teachers should be deter-
mi ned by: the commun1cat1on goals- for the children in the c]assroom Build-
ing bas1c commun1cat1on skills and frequent verbal 1n1t1at1ons requires a
hi h]y responsive env1ronment best eng1neered by severa] attent1ve
teachers However, 11m1t1ng the number of teachers or the frequency of
“teachet- 1n1t1ated child contacts may facilitate peer ve}bal interactions,

Topics, 11steners, ané opportunities to talk--some recommendat1ons.

1. The presence of attract1ve mater1als facilitates communication
JIf children 1ike playing w1th the mater1als, they will ask for them and the
environment ¢an be warranged to prompt such ask1ng - ..

2. Objects and pictures used in one-to-one traihing promote genera$1-'

+
.

zat1on to the c]assroom

3. Opportunﬁties to talk should be bu11t into the daily routines.

4.-Conver;ationa1 partners, both peers»and teachers, are essential in

S

developing language skitlls.

N Speoqa] 1nstruct1ona1 settings are often arranged to provi

Arranging Instructional Sett1ngs . ;
A sre i

dividual teach1ng and fewer d1stract1ons than might normally occur. Re-

stricted environments, such as cubicles w1th1n the classroom, have proven

to have only small positive effects on children's learning (cf. Cruickshank,'
- Bentzen, Ratzeburg, & Tannehauser, 1961; Harfhg & Phi]iips, 1967;‘Shores &

Haubrick, 1969). sConcern for generaiization of newly 1earheJ skiltls, pre-

par1ng students for mainstreamed sett1ngs, and 1imited ava11ab111ty of

o,
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staff necessitate decredsing the amoGnt of one-to-one }eachingl

Group size.

) {
Severa] stud1es have shown that retarded and autistic ch11dren learn

v

as well or better in small group s1tuat1ons where they have opportun1t1es

to‘pbserve peers "than in one-to-one teacher-pupil s1tyat1ons (cf. Biderdorf

& Pear, 1977; Favell, Favell, & McGimsey, 1978; Frankel & Graham, 1976).

No resedrch has reported‘investfgation of* 1éarning by handicapped children

in larger grodos '(more than 10 ch11dren) however, stud1es by Barker and
‘Gump (1965)‘and by-Dawes (1934)X;suggest that norma] ch11dren s participa-

$ ) N -
tion decreases with 1ncreas1ng group size: )

ans;t§ and arrangement.
N .

‘Considerable research has- examined.the effects of density in normal

presechool settings (cf *Loo, 1972t McGrew, 1970). Disruptions increase'

with crowd1ng but. teachers typ1ca11y minimize these effects by becom1ng

'more d1rect1ve (Fagot, 1927). No stud1es of crowd1ng have been done ‘with

' handicapped"preschoo]ers; but Krantz and Ris]ey (1977) reported that spac1ng
preschool c¢hildren. around the teacher dur1ng an instructional per1od in-
creased their attention to the task and to the teacher: P]ac1ng.ch11drea
together on a srng]e large rug decreased attending and increased disruptions.
Positive teacher attention for aporopriate behavior was sufficient to. re-

store high levels of attending diring the crowded conditions.

p .
. ’.

Schedu]ing. '
' It seems that consistent scheduling promotes attention to task. W1th1n
the consnstent schedu]e, a sequence which gradually decreases activfty level
(fromlvery active play to group 1nstruct1on, for examp]e) may limit disrup-
tions and increase‘child attention (Krantz & Ris1ey, 1977). Changes in

setting (from outside to inside, for example) may also prompt attending during




\nstructional periods (Hawn, Ho]t & Holmberg, 1973) Prov1dﬁhg a]ternative
9-..

aCt1V1t1eS‘wh1Ch do -not require: waiting is ap exce]]ent way to limit disrup-

~ tions and increase child participation (Doke & RisTey, 1972' LeLaurin & . /

_\'

his]ey, 1972)" - Simultaneous ‘scheduling of several actiVities allows chil-
T '

"dren with different attention spans to have continuous opportunities for

/

. participation and may be an espec1a11y usefu] d8519n for integrated cﬁass-
o < _ @ .

b 4 - ’
“rooms. - . : ‘ - , ’//_
- ! ) . .

Recommendations for instructional settings: . ‘/

L 4

1. Group instruction may be as effective as one-to-one teaching if

opportupities to respohd to observe peers, and to receive attention from N

~

the.teacher are available: . , .

2. A schedule which provides simu]taneous activities and «eliminates

A ®

waiting increases child partic1pation, and 1imits disruptions

3 Scheduling moderate]y active periods between high actiVity periéds p

nd instructional periods facilitates attention to task. “ ' 1

-

-4, SpaCing children so that they av01d physical contact With each
4 \\
other during group instruction also increases attention to teacher and

materiais. ‘ T

. ~ «.Managing Behavior .
- .' i

F . - . -

Handicapped chi1dren often present specific behavior management pro-. .

blems. A]though there 1s a we]] developed techno]ogy for reducing inappro-

priate behavior and increasing pOSitive skills, carefu] arrangement “of the

classroom can ease applicationnof behaVior management procedures and, in .
L4

some tases, reduce the need to app]y them. . o .

Avoiding disruptive behavior. ~ - . .

L]
?}sruptions occur most frequent]y when chiidren are waiting for " activ-

~ ities to’begin are in transition from one area to another or are in very

.




-

‘close contact with each other (Fouler, 1982). Schedu11ng s1mu1taneous or ,
overlapping activities allows children to move to the next activity when

they are ready; thus increasing their participation and reducing disruptions
(Doké & Risley,-1972). Assigning teachers to activities,. rather than to
specific chi]dren,_promotes monitoring chtldren's.behaviors which, in turn,
can’also reduce disruptions (LeLaurin &, Risley, 1572) Avo1d1ng the crowd1ng

’
+of children together in small areas and schedu11ng active and qu1et t1mes

. successively also Timit disruptions (Krantz & Risley, 1977). Pairing chjldren ”
in activities so they may observe'appropriate models of peer behavior and "%
teacher response to the behavior may reduce prob]em behav1or without direct
1ntervent1on (Peck, Cooke, & Appo]on1, 1981). Estab]dsh1ng clear boundar1es
for activities by arrangement of furniture also helps ch11dren 1earn that

certain behav1ors are expected in certain places (Fowler, 1982) Thoughtful
placement of space consum1ng act1v1t1es so that they do not b]ock pathways
and access to other areas is 11ke1y to reduce cross~traffic and disruptions
as well (Kr1tchevsky, Prescott, & Wal11ng, 1977)

Modlfy1ng disruptjve behavior.

When it is necessary to use a specific procedure to 1imit disruptive

behavior the effects of the procedure can be maximized and its use minimized
r B

through arrangement of the environment.  For example, if time-out procedures

are to be-effective, the setting must be attractive and re1nforc1ng to the-
Vo

ch11d There must be frequent anortun1t1es for positive engagement with
materials, teachers, and peers. Very brief or mildly pun1sh1ng|procedures,_

such as sit and watth (Porterfield, Herbert Jackson, & R1s1ey, 1976), w111 \

\

be h1gh1y effect1ve where child engagement with materials is frequent

Cha1r t1meout is most effect1ve when the timeout area Xs away from pleasant

sights and sounds, and out of the way of passersby. The consistent use of

a particular chair will increase the effectiveness of sit-and-watch or

Lo

° 13




t1me—out procedures in the same way that the use of clearly demarcated

areas for various act1v1t1es will promote appropr1ate behavior 1n those”

<
LN

areas. . : ,

Managing environments and behavior: . .

1. Engaging chj]dren'with'materia]; and qther people limits the pro-

bability of disruptions‘agd makes proceédures to reduce idappropriate be-

sk R ! . e .
el A}

havior more effective. ' g

2. Scheduling simultaneous and overlapping activ{ties limits-the time

needed for trans1t1on and wa1t}ng, it can als¢ ef$ect1ve1y reduce d1srupt1ve -

3 Py 3
N . S

behav1or and 1ncrease participation.
"3, Spacing children apart from one another during group activities

. . . o . * .
Timits disruptions-and increases attention.

»

-,

4. Providing, clear boundaries for actiyfties and consistent -procedures
and rules in each area will.he]p children learn appropriate behaviors. Un-

obstructed pathways and easy access to needed materials reduce diSVUpiive

movement through adjacent areas. . \ .y Tl

.

Buf]dﬁng Independence and Facilitating Transitions .

Notably absent in the literature is the systematic idvestigation of
. the environmental conditions which prodote acquisition of seif-contro] and
independence by handicapped children in classroom settings. Recently,
# Fdw]er and her colleagues have begun to ;nvestigate sode of ;hekepviron-
menta]}arrangemertsothat facilitate transition into more typdcal public
o school settings (Fowler, 1982), but the need for research in these areas is
paramoune. In Tieu of a specific research bhase, the fo]]dwing suggestions
are based on environmental design guidelines for the handicapped (cf. Cary,
192?), very limited analyses of enviromments for rorma] preschool cdj]%red

\

(cf. Montes & Risley, 1975), and some emerging data on institutional environ-
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ments for severely handicapped residents (cf. Sandhu & Hendricks-Jansen,

19763 Zukotynski & Ogolosky: 1981)}5

Building independence.

Many curricula‘¥or xpung)handicapped children bu?ﬁd independence_

" through the training of self-help and language ski]ls.) The classroom en-

’ viromment can be arranged to provide opportunities for children to determine

their own behaviior and manage some* of the1r own mater1a]s Many of the as-
pects of c]assroom arrangement discyssed 1n prev10us sect1ons are pertinent
te the bu1]d1ng of independence by cn1]dren: C]assroons should allow the
child accessibility to those ‘things tha; are frequently needed: ‘bathrooms,
drinking fountains, and play mater}als. Many handicapped chi]dren cannot
manage mater1a]s or self- he]p routines entirely alone, but even sma]] .

approx1mat1ons will help them bu1]d 1ndependence For examp]e, when bath-

-4

rooms ‘are immediately adJacent to the classroom, equipped witH.Etabilizing

bars and stepstools, as needed, children with moderate physical skills can

- ’

complete at least a portion of toileting and handwashing activities with

minimal guidance.' Even wheelchair-bound and minimally mobile children can

Ry

select materials from open she]ves that are placed at a convenient height.
Very simple color cod1ngs on mater1a]s and storage areas will help ver
young or unskilled children find and replace mater1als

Research by Montes and-Risley (1975) concludes that children ;pend
more time actually playing with man1pu1at1ve obJects when they are stored
on open shelves than when they are storéd in toy boxes whicn require the
child to sort through the toys to find the desired object. To encourage
engagement, materials should be at child level and easily accessible. Al-
Towing the child to keep some materials (crayons, notebook) in a locker or
cuﬁbie will prepare the child for the public school system of self-magaged

~
-

[ XY
Ul
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materials. Opportunities to pour, Jjuice, pass out napkins, prepare snack
foods, choose a péace to sit, or select a mﬁsica] instrument are good ex-
aﬁp]es of allowing the child to manage:small aspects of the environment.
. (A supportive enviromment, -in this case, i$ the absence of a prearranged

setting!) A-consistent.daily routine will also facilitate independenf

. . A ! . : . a
"~ functioning with a minimum of teaching instructions.

<:—fﬂ'5Féliminary goal in building independence with multiply hand%cabped %
and very Tow functioning children may be that of establishing theif interac-

9, -

" fion with the enviromment. The use of mirrors, mob%]es, easily activigated
switches controlling lights, music, and gir, and,slides of familiar persons
have;begn shown to inckgase envirommental interactions by institutionalized,

; profoundly ﬁgfgrded children and adolescents'(Sandhu & Heqdrické-Janéenf
1976, Zukotynski & 0golsky, 1981). Arranging s?ttings so that attractive
objects are within reach and touch of the very limited child, and degighing‘
and assembling n;w systeﬁs :hich allow themkzg‘control even small aspects -
of their surroundings are-among thé most basic considerations in arranging
;the‘envi%onnent./

- Y

Preparing for transitions.

The differences between preschools and public school kindergarténs and
primar& c]assroéms can present gifficulties for the handicapped child mak- ‘

. . ing a tr;nsifion from one setiing to ahother. 'Many of the supportive
arrangements discussed ear[jer will not be present in a ﬁub]ic school classroom
containing more chi]drén‘Abd fewer teachers. Smooth transition into the
newhsetting may,be facilitated by altering spmé arrangéhents in the pre-
séhoo] dyring the 1ast months of schoé] to help "graduates" learn the be-
haviors the new sett{ng will require (Fow{er, 1982). Typically, c¢lassrooms

g
for.older children will have desks (rather than tables), fewer adults and
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less individualized attention, longer periods for each activity, and more

) sﬁecific rules regarding speaking out in-groups and during work time. Vary-
ing the preschool environment to give children the -opportunity to practice
Sehavior appropriate to a range of settings will He]b them maintain these
behaviors in the new setting.

Facilitating Desired Staff Behavior

© Classrooms are behavior settings for adults, too. In order for‘the'

enviroﬁment to facilitate desired chj]d behaéior, it must support desired
staff behavior. Relatively little research has examined staff support\
through environmental .arrangements in settings for handicapped children.
Work by Risley gnd his colleagues (cf. Twardosz, Cata]dél & Risley, 1974%
Herbertldépkson, 0'Brien, Porterfield, & Risley, 1977) provides most of the
data and‘the clearest guidelines for arranging environments to support desired
sta%f béhavior. ; ‘ |

Open environments, characterized by low Hiyiders separating aétivity
areas, facilitate supervision of young children without interfering. with
their activi%ies (Twardosz, Cataldo, & Risley, 1974). Such arrangements
also promote communications among staff, a]]owinb them to assist each other
as neéded and to anticipate children's needs as they move from aréﬁ to area.

Aésigning.feaéhers to specific zones or activities is a more efficient
plan than assigning teachers to small groups of children (LeLaurin & Risley,
‘1972), With this approach, teachers are responsible for children only when
they enter their particular area. Children are free to move from one area
to the next as they complete activities and ljtfle,or no waiting is necessary.
Teachers spend more ‘time teachin% qﬁd']esg time directing transitions.

Dividing the classroom into functiona] areas with all necessary mate-
rials on hand will saQé steps aﬁq 11imit time awéy frgm children (Herbert-
Jackson et al., 1979). POStiné dgily schedu]esnand staff responsibilities

7~
)
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’ in a prominent p]ace is an effect1ve means of informing and mon1tor1ng
staff (LeLaurin, 1973) Posting communication and.behavioral goals for
each child as well as cues for behavio;—puiiding procedures will increase

appropriate inéttuctions. .

Evaluating Environmental Arrangements

There are several ways environmental support for desired child and
staff behaviors can be‘evaJuated. In any observation system, the critical

child*behaviors to monitor are engagement (use of materials) and inappro-

’

priate behavior. High levels of appropriate engagement indicate tnat chil-
-dren find the enviromment reinforcing of that engagement iHart & Risley,
1975). Inappropr1ate behaviors are a useful index of child adjustment to
the setting (Carden-Smith & Fowler, 1981; Walker & Hops, 1976). Staff be-
haviors to be obserned should include physical presence, engagement with
children, and 6ther'nonteaching activities (e.g., maintehance chores, intern
action with other staff). |
- The.PLA-cheek system (Planned Ac;ivities'Check) (Risley & Cataldo,
1974) can be used to monitor children's behavior at specified inter¥als
(for example, every 6 minutes throuphout the day). To implement a PﬁA-
check, appropriate and inappropriate behaviors are established forééaeh of .
the daily activity periods. At the speci?ied(timéluthe number of- children )"‘
¢ whoiare present in the activity area and participating appropriate1y are
cédnfedl Data can be sUmmed for each act1v1ty period for the entire day
and a pergcentage of apprépriate engagements displayed as a medsure of en-
vironmen:ST'effecfiveness. N
\A scanning scheme (Rogers-Warren, 1975) yields sjmi]ar‘infprmatﬁon.
In the scanninp procedure, an observer succeseive]y looks at each chiiﬁ and
staff member (usuaj]y in a predetermfneq orden)'for 3 seconds,\recording one

’

3

: ‘ . ) 1 ‘




person's behavior before observing the next person. Scan codes /can be-

simple or elaborate, depending upon the number and type of behaviors to be

-

. observed. For example, levels of cooperative play or use of vzrious types

of materials can be defined and observed. Scan codes can\pe‘vséd te monitor
children and staff, selected children, or only staff. The 1eﬁ§th of the
interval and frequency of scanning are.variable depending on the type and
number of behaviors aﬁing monitored. Scan.codes can be usedhto monitor
activities in several areas concurrently or sequentially. . N \
Monitoring tﬁg environment does not always require iﬁ%%r?a] observq-
tion, s%nce many_environmental variables remain consfant during an entire

activity period. Preparing a sketch of‘the-séttihg,_a list of procedures

'3 -

in effe&; (time-out, rules, etc.), and activities for the observation day,

and noting the context of iﬁappropriate behavfors as théy occur is a

" straightforward wdy to record setting variables. A 5-minute environmental

"observation using checklists can precede and follow 'the observations of

child and staff. . L
Teachers or staff members should take ‘turns collecting child, staff,

"and envirommental data. ‘The act of stepping outside the syst&m and ob-

serving interaction and environmental variables is usually very helpful in

understanding and redesigning sé&tingsn

Meeting the Special Needs "of Physically Handicapped Ch%]dren
The physically ha&d{capped child presents special needs that can be °
accﬁﬁodated by selectively arranging the classroom. Because there is al-
most no research on envirommental design far Qandicapped preschoolers, the

following checklist is suggested as one means of determ}ning if a specific

settﬁng<Weets the needs of a pdrticular child. (Some of the checklist ques-

Lo

tions may also be useful in evaluating settings for children who have no physical




impairments.):
. ’ ' { -
1. Hgw does the setting look at the child's level? Are there interesting

things to see and touch? ,Windows, mirrors, acquaria, dnd toys are attractive
: C @ .
options.

2. Is there room for the wheelchair-bound or awkward but mobile

child to negotiate in and out of spaces; to turn around?

-

3. Are shelves and tables at a comfortable level for the chi]d'sgr’

4

height? Is there a place (preferably more than ¢ne) that can accommodate

-

the child in each activity area?

4. Are shelves, tables, sinks, and so forth sturdy enough to hold the

weight of a minimally mobile child who may need support.
5. Are prosthetic devices (such as a standing tuff) easily accessible
“in the ateas4here children might gain practice standing or sitting without

adult support while engaged in an activity?
. | _
6. Are some of the materials and toys accessible to, the child without

-

assistance even if he or she is minimally mobile?
~N

7. Is the sound-level and acoustical arrangement of the room satis-

-/
factory for the child yith a hear1ng tmpairment and/or a hearing aid?
o

Background noise can be uncomfortable and d1stract1ng in’ uncarpeted rooms.
Some special quiet areas would probably benefit hearing impaired children.

8. Does the environmént contain sufficient contrasts to attract the
notice of a visually impaired child? Do color and sight contrasts corroborate
texture ang haight contra§ts? "For example, steps, ramps, and other variations

in floor levéls shou]d,aéntrast _With the surrounding fJodr areas to draw

3. -] o
f

attention to changes 1n:he1ght

9. Are the cues (use of co]or ehange of levels, d1v1ders) which desig-

nate different areas clear and consistent? For example, a carpeted corner set
M 3
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aside for independent, quiet play (puzzlées or picture books) might be painted
\‘ ?

or papered to indicate its separation from the Ffest of the classroom. Color

-
l

and textures can also demarcate learning centers from freeplay areas, and

1f used cons1stent1y can help a child identify the area and its contents.

10. How much of the envxronmznt 1s des1gned for self-management or

self- engagement? How frequently does the child use these opportun1t1es7
N R

Does the child need training to use. these opportunities?

11. Does the arrangement of the roon-allow for quiet places and social

- ~ -

" places to meet the changing moods and needs of the child? .
. ’ . M ~
~ o 3 Summary

Designing supportive environments begins with determining the desired
chi]d.behaviors for a.specific activity sett1ng. Behaviora]\and environ?
mental data should be collected and used as .a basis for decision-making and
for determ1n1ng the effects of new arrangements No sn?gle arrangement is
best for‘every child. Theq]deal arrangement is the one wh1cht3ff1c1ent]y
supports behaviors that are aEpropr1ate to tLe children's skills and needsu
Research on specific aspects of environmental planning for young handi- g

capped children is extremely sparse and much needed. The impact of various

=
4

settings and the interaction between envirommental arrangements and staff

~

behavior shou]dtbe analysed to verify benefits of child-oriented classroom

settings. . . e -

L
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